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are examined in the paper, one of a collection of papers commissioned
for the Foundations project on the career development needs of
students entering the National Technical Institute for the Deaf.
Studies are reviewed which assess the effects of tutoring on both
tutors and tutees in three broad areas: academic performance,
personal/social adjustment, and moral development. Despite the
finding that most research on tutoring i8 descriptive rather than
experimental in nature, implications for special students are
considered. A review follows of the major types of tutoring
(adult-child, peer, and cross-age tutoring). The fellowing are among
the broad conclusions formed: (1) that tutoring is one of the most
effective methods of instruction available and (2) that tutors can
improve their social behaviors, adjustment, and self-esteem. It is

suggested that hearing impaired students should benefit greatly from
the tutoring experience. (CL)

% g gk g %k gk gk ok ok Kk ok ok ok ks g o ok ok de e g g kg e ok ke e g g de de e e de de ke ke e e ke e ke e e ke g ke g g e ke ke gk e ke de ke g ek ke ke ke ke ok

* Reproduc*1ons supplied by EDRS are the best that can be made *

* from the original document. *
khhhkhhhkhhhkrhhhhhkhhkhhhhkhkhhkhkhk thhkhhkhhkhkhhkhkhhhhs Yhhhkhkrthkhhhkhhhdhoerhdhhkdhdkkk




‘“

ED24865.6

L C /7035

ERIC

Tutoring Special Students

U.S. DEPARTMENT OF EDUCATION

NATIONAL INSTITUTE OF EDUCATION
EDUCATIONAL RLSOURCES INFORMATION

CENTER (ERIC)

?./ This document has been reprocuced as
received from the person or organization
originating it.

‘. Minor changes havo been made to improve
reproduction quality.

® Points of iew or opinions stated in this docu-
ment do not necessarly represant official NIE
position or policy.

Russell T. Osguthorpe

"PERMISSION TO REPRODUCE THiS

MATZRIAL HAS BEEN GRANTED BY

TO THE EDUCATQ»* L RESOURCES
INFORMATION CENTER (ERIC) **

2




~ Tutoring Special Students

Jui docst disset (ons who teachss leamns)
Leaming ie a social act (Neiklajohn, 1862)

s Russell T. Osguthorpe :-.
Brigham Young University

Tutoring 1s one of the oldest forms of instruction known to society{

As early as the first century A.D. Quintilian in his Institutic Oratorie
described instructional settings where older childrern were tiioring
younger children. Between the years of 1530 and 1550 additional accounts
are given of tutoring programs initiated in Germany and by the Spanish
Jesuits in the College of Lisbon (Paolitto, 1976). These programs
emphasized the benefits that accrue to the tutors as well &s the tutees.
Student monitors teaching ten students in a classroom becime & popular
option in these early years.

In 1797 Andrew Bell, a Scotsman developed one of the first export-
able tutoring systems (Bell, 1797). Bell had been asked by the British
government o establish a school for orphans in Madras, India. Since
Bell was not a professional educator, he broke from traditional patterns
of British schodl§ ahd created an elaborate educational system which was
based on older students tutoring younger students. As th. program
matured, Bell noted that his classroom behavior problems d creased and
that student academic progress accelerated. After Bell published his
first account of the program in 1797, Joseph Lancaster, a British educa-
tor was intrigued by the system and began to disseminate it throughout
the British isles and France (Laborde, 1815). By 1816 there were abcut
100,000 children being taught in England and Wales using the Bell-Lan-

caster system (Bell, 1817).
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It is not completely clear why tha pOpularity of the Bell-Lancaster
system deciined in later yeurs.- Some have sﬁggested that educators
began to be lass satisfied with the quality of the 1nstruct16n that un-
trained & or 3 year old tutors were able to deliver (Dures, 1971).
Others have asserted thet as the supply »f professional educators grew
and aaxthey became more well organized, it was to their professionsl
and firancial advantage to dismiss unpaid, untrained studeat tutors
(AlTen, 1S76).. Another societal force which mitigated 2gainst the Bell-

Lancaster system was the increasing tendency of schools toward self-

contained classrooms where students were segregatei a»cordiug to age.
As children were placed in these graded classrooms, it bocame less con-
veniant to have older students helping the younger ones.

it was not until the ﬁid 19005 that tutoring saw 2 rebirth in

sociaty. It was also @ot until this period that researcher's began to

Took seriously at tut§r1ng and to measure 1ts effects. By 1974 peer and
cross-age tutoi ing became a common part of most school systena. Allen &

Devir»Sheehan (1974) conducted a survey of 110 schoois which showed that

TR TECWWR  o  a——gy

31% of the schools had formal tutoring programs. An additional 25% of
the schools reported having informal tutoring programs. Of a1 students

surveyed, 77% said‘that they ask other students for he p and 88% said

that they work with other students on academic tasks.
Purposes of tutoring

At first qlance it may seem that tutoring has a simple and singular

[
purpose: to transfer new knowledge to the tutee. But the purposes and
measured effects of tutoring are reither simple nor singular. Many

investigators have been more interested in the benefits that come to

tutors than to tutees. Bell, himself, was at least as impressed by the
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growih of his tutors &s he was by the new knowledge transferred to other

students. As early as the 1600's Joachim Fortius said:
. o o if students wish to make progress, they should arrange to

give lessons daily in the subjects which they are studying, ¢ en {f

they have to hire their pupils. (Gartner, Kohler and Riessmun,

1971, pp.14-15) "
_ This™ passage 111ustrates the philosophical bas1s for the many research
studies which have focused on tutor growth as orposed to tutee growth. So the
assumption that tutoring programs are established solely for the benefit of
retning tutees learn new academic skills is a common misconception. It

is equally incorrect to view tutoring 2s simply another teaching method,

—=——"g tochnigque for transmitting information. From their inception tutoring S

programs have been multi-faceted experiments in socialization. The
first effect Bell noted in his program was the improvement in classroom
behavior, not students' performance in a spelling bee; but their ability
to attend and their willingness to help other students master the task
at hard. |

In this section ftudies will bﬁ reviewed which assess the effects
of tutorirg on both tutors and tuteés in th .e broad areas: 1) academic
performance, 2) pe?sonai/socihl adjustment and 3) moral development.

Academic Parformance of Tutees

. Dne of the most common purposes of tutoring is to improve the
academic performance of both tutors and tutees. Paolitto (1976) 1ikens
this purpose to what Kohlberg and Mayer (1972) have termed the "cultural
transmission" model of education. In this form of education the teacher
or tutor is seen as a resource of knowledge to be dispensed to the

unknowledgable studenrts. The cultural transmission model assumes that
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the primary benefits of instruction will accrue to students and that
only secondary benefits will accrue to teachers or tutors. The majority
of studies investigating the effects of tutoring programs have been
based on this4philosophy:

Perhaps the most conprehensive study on tutoring was conducted by

- Susan Strait Hartley in 1977. Using the statistical methodology devel-

oped by Glass (1976), Hartley completed a meta-analysis comparing the

effectiveness of tutoring with three other methods of instruction. A

Most research review articles identify as many studies on a given topic
as possible and then attempt to draw summary conciusions. Nearly half
of all review articles in education fail to arrive at zny firm conclu-

sions (Osguthorpe and Johnson, 1980). It {s interesting to note that

~the most recent review article on tutoring also fails to list any firm

conclusions. In the conclusions section of the article the authors

state:

The preceding examination of the variabies affecting tutoring outcomes
is Tess than satisfying; few broad generalizations (other than that more
research 1s necessary) can be made based on existing literature. . .
Until research be3ome(s) more systematic it will be impossible to

draw valid generalizations and conclusions. (Devin-Sheehan, Feldman &

reviewers of researct are so reluctant to state

The reason so many
conclusions is because:\l) single studies often arrive at opposite
conclusions and 2) most Studies have methodological and procedural flaws
which rend their conclusions suspect. Glass (1978), on the other hand,
contends that since few perfect studigs have ever been conducted, we
should add statistical controls through secondary analysis procedures
and then pool as many stydies together as possible by coding each study's

results into a common coding system. By including as many studies as

6
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possible from as many sources &s possible (unpublished as well as pub-
1ished), it is argued that the real effects of a given treatment will
become clear.

Hartley (1977) collected 153 studies on four different instructional
methods for teaching math: 1) tutoring, 2) computer assisted instruction,
3) progracmed ingtruction ard 3) individus| learning pickets. Tn cac,
stddy she computed the “effect sizgf of the treatment ana then coﬁp;ted
the average effect size for each treatment across all studies. An effect
size is computed by subtracting the mean score of the control group from

the mean score of the treatment group and then dividing by the standard

o0 » Mean of treatment - mean of control : '

Effect size S0 from raw data - /
For example, imagine a group of sixth grade students were tutoring | //

3 group of second grade students in math. The second graders who were

‘tutored scored an average of 80 on a posttest and a control groub of /
second graders scored an average of 70 on the same test. 'If the stan- ;
dard deviation of the raw data equaled 10, the effect size would be com-

puted as follows.

__80-70 10 .
Effect Size 10 -I-o— 1.0 :

. 1
This would mean that students who were tutored performed one full stan- k
dard deviation better than the students who were not tutored (the con-
trol group).

Combining the 73 effect sizes from studies on thtoring. Hart1éy
found that the average effect size for tutoring was .6. This compared
with .& for C.A.l., .2 for individual learning packets and .1 for pro-
grammed instruction. In‘overa11 effect size tutoring was clearly the

most effective form of individualized insfruction. It {s important to

(4 R S
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note that more traditional forms of group instruction were not included,

—T—— - -

but that control groups in many studies ‘employed this form of instruc-
tion as a comparison method. Therefore, it car also be concluded that E
tutoring was superior to group instruction. |

Hartley found further that while tutoring was the most effective ﬁ
method as a supplementary technique, it was fully three times more

effective as a replacement technique. 1In other words, when students

received math instruction through tutoring alone (with no formal rein- 3
forcement in group settings) it was three times more effective than if
students received the {nstruction through Computer Assisted Instruction,

Programmed Instruction, or Individual Learning Packets.

!
?
{
{
b
K
g

Since educators often say that it is the novelty of the new program
that causes its success and not the pro.. 'm itself, Hartley also mea-
sured effect sizes for older vs. newer programs. She found that while
211 four types of instruction benefit somewhat by a novelty effect,
tutoring is affected least. C.A.I. dropped in .234 in effect size when
the novelty was absent, while tutcring only dropped .025 1n effect size.
This finding is especially significant to educational planners who want

programs that will retain their effectiveness over long periods of time
rather than decline once the new .ess fades. |

While Hartley's study adds much to our understanding of tutoring
and its effects, its oneblimitation was its inclusion of only the math
content area. Even though Hartley was able to identify 29 studies exam-
ining tutoring in the math content ares, there are greater numbers of
tutoring studies in other content areas such as reading and language
development. Critics could argue that since math is a more highly

structured and easily measured content area, tutoring would be most

ERk(I
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\
effective theve.. Most researchers ) homever, have found epally streng
effects in the reading content area. Harrison found that when low
achievers were tutored in reading teachers had a much greater tandency
to rank the students in the top 50% of their class (Harrison, 1976).
M;1aragno and Newmark (1968) found similar success with Mexican-American
students. Osguthorpe (1976) investigated the effects of parents tutoring
their own children in reading. Results again showed that tutored stu-
dents'performed significantly better than students in the comparison
group.

Academic Performance of Tutors

0f equal interest to the learning gains of tutees is the academic
growth of tutors. Many tutoring programs have aimed at the tutor more
than the tutee. In fact, in two separate studies tutors gained more in
reading skills thai fthe students they tutored (Hassinger & Via,
1969; McWharter and Levy, 1971). Unfortunately neither of these studies
employed a control grouQ for tutors, but the comparison betﬁeen tutors
and tutees 1s interestinﬁxin itself.

in a study with 7th and 8th grade students Houser (1974) found that

tutors gained in reading skills significantly more than a control group.

‘In a much larger study Strodtbeck and Granick (1972) found that tutors

benefitted academically from thefr pirticipation in the Youth Tutoring
Youth program. Tutors improved their language skills (vocabulary devel-
opment) significantly more than controls. The Youth Tutoring Youth pro-
gram gained national recognition and by 1972 had been implemented in
450 schools. The initial objective of the project was to aid students
attending inner city schotsls. Most of the students participating in
the program were low achievers who had experienced serious difficulty

with both learning and sccial adjustment. R |

(LI 4
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In the meta-analysis study previously mentio;ed Hartley (1977)
computed a\ effect size for tutors as well as tutees. In the comparison
68 effect sizes were included (50 for tutees and 18 for tutors). The

- interesting result indicated that tutors gained about as much from their
participation (.58 mean effect size) as did tutees (.63 mean effect
size). It s also interesting to note the ratio of effects measured for \
tutors as compared with tutees. Hartley found nearly three times as
many effécts measured for tutees as she dir for tutors, bﬁt both groups
were gaining abou; equally from the experience. Tutors' academic growth
in this instance is of special significance because they were not cur-
rently studying the content they were tutoring, while many of the tutees
were studying the content both in cfass and during tutoring. From
available data it would appear that while investigators have been less
eager to measure effects on tutors, there is nearly always a significant
improvement in academic performance. These findings hold special signi-
ficance for tutoring programs because tutor managers must communicate to
parents of tutors the benefits that will come to their children as they
engage in the tutoring process.

In the first comprehensive review of tutoring theory and programs
Gartner, Kohler and R issman (1371) concluded'that two of the most

~ stable and pervasive e‘fects of tutoring were the improved academic
performance of both tutors and tutees. Their conslusions were consis-
tent with those of Hartley and with most of the individual investigators
assessing the effects of tutoring. |

Personal/Sociyl Adjustment of Tutees
As early as 1588 Montaigne began to criticize the traditional teacher/

student relationship saying that the authority of the teacher was often the

©
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greatest impairment to learning. In more modern terms it might be said
that the teacher/sfudgnt re1ationsnlgwis most often a parent/child type
of relation ship rather that an ;gﬁltladu1t situation. Instead of
searching on their own, students in the authoritative teacher's class-
room usually wait to be told what to do and how to do it. This depen-
dency on an authority figure can diminish students' ability to develop
personally and socially. Sarbin (1976) in recounting his own experience
as a tutee concluded that the single most 1ﬁportant effecf on him as 2
person was the relatfonship that he ceveloped with his tucor. In other

words, he learned something about himself (personal) and about friend-

~ship {social).by being tutorede ... . .
Jerome Bruner (1972) has made one of the strongest calls for students
~ to tutor one another. He believes that tﬁe present educational system
emphasiz;s competition and prohibits students from experiencing positive
social growth. His solution is to provide.students with opportunities
tofhe1p one another, to be given responsibility to assist other students
and to switch roles as tutors and tutees. In his own words, “! wouild
strongly urge. . .that we use thr system of student-assisted learning
from the start in our schools® (Bruner, 1972, p. 63). By implementing
such systems Bruner believes that our schools would become a “communal
undertaking.” One author has actually developed a system which he calls
the "Tutorial Community" (Melaragno, 1976). By “community“ he means

that any successful tutoring program must be viewed as & society in
miniature. The entire school and community must be involved in {ts
development and execution. Each person involved must under stand speci-

fic roles and responsibilities in order to create the total tutorial

community.

11
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Perhaps the most obvious personal/social benefit for tutees comes
through the opportunity that tutees have of modeling pro-social beha-

- viors of the tutor. Bandura (1971) has demonstrated the power of mode-
ling as a social-learning tool in a variety of settings. Hartup (1976)
&rgues tha; modeling 1s the precise reason that cross-age tutoring is
superior to peer or adult/child tutoring. His research indicates that
young children admire older children and want to emu]ate them. Because
of this admiration, Harteys suggest that young students will learn more
academically and socially. Bell (1797) seemed to value this social

A - - R P ' D U VS
~ growth as much as the academic growth of students. In his own wor-s
Bell said:

By these means a few good boys, selected for the purpose, as
teachers of the respective classes, form the whole school, teach
their pupils to think rightly, and mixing in all the Tittle amuse-

_ ments and diversions, secure them against the contagion of {11
example, or the force of {11 habits; and by seeing that they trest
one another kindly, render their condition contented and happy
(Al11en, 1976, p. 9) ‘

Personal/Social Adjustment of tutors

Most tutoring programs that have emphasized personal/social develop- .
ment have expected the major growth to occur with tutors. Coleman
(1974) concluded that the only Qay for children to ultimateiy develop
social maturity was to be given responsibility for some other student's
growth and then to alternate roles. Coleman's arguments are paralle)
with those of Bruner (1972). A descriptive study which demonstrate§
empirically tﬁe bond between tutoring and social development was conduc-
ted by Feshbach (1976). In her series of studies she measured the
effects of sccfal class and ethnicity on the tutoring style employed.
She found that there were marked differences among different socia,
classes and ethnic groups in their rersonal tutoring techniques. For

example, lower social class chiidren were jess apt to provi&e the tutee
LS

ERIC | 12

Aruitoxt provided by Eic:



119

with positive feedback for correct answers. When children themselves
havk lTow self esteem 1t would appear that they have difficulty building

someone elses self esteem.

Feshbach's data are important for two reasons. First, there 1s.an
indication that socialization and tutoring are closely connected.
Second, she concludes thﬁg the techniques which are indicative of pro-
social behavior can be trained. In other words, if students have low
self-esteem and are generally negative around peers, perhaps the most

" effective way to help the students is by giving them responsibility for
helping a younger student. It is assumed that a tutor tr;ining program
would be offered to these students emphasizing pro-social behaviors.

Several studies have assessed tutors' growth in self-esteem. As
these results are discussed it is interesting to keep in mind that in no
instance was there formal direct instruction given on self-awareness or

ego development. In other words, the studies cited in this section are

not inve *° ..~ of peer counseling (where the prime objective is
personal ... i¢om . - Y, put peer and cross-age tutoring (where the con-
tent cove: . u -+ 1y reading or math).

In their . «f tutoring research and programs, Gartner, Kohler

and Riessman (1971) concluded that tutors experience growgh in self-

esteem as well as soc1a11iat1on. Houser (1974) found tha; tutors' self-
concept increased significantly more than control studenig. Strodtbeck,
Ronchi and Hansell (1976) found that tutors' self-esteem increased when
they participated in the Youth Tutoring Youth program, but the data were
mixed., Certain studies showed that gains were not significant when

compared to nontutor control students. Their conclusion was that while

some investigators had advocated the tutoring role for all students

ERIC 13
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feven very low self;isteem students), the research strongly {ndfcated
that the role of tutor can be highly stressful for low self-esteem
students. The follow1n§ table given by Strodtbeck, Ronchi and Hansell
(1976, p. 215) 111ustra£es the differential effec the role of tutor
can have on tutors' self-esteem:

Table 1

Efficacy Score Change by Ego Development
for tutors and Non-tutors

Devs?gpment Tutors (n) Non-Tutors (n) Difference
High .55 (29) .00 (8) .55‘
Mediun 13 (73) .42 (33) -.29
Low .02 (79) .63 (22) -.61

The table demenstrates quite clearly that tutoring had a negative effect
on low selféesteeﬁ tutors. The data indicates that those students would
have been much better off-having not tutored.

The Strodtbeck et.al. data need to be highlighted and tempered at
the same time. The result§ are noteworthy because they validate the
possible negative effects of tutoring. It is difficult to identify
other studies that produced warnings for tutorial system developers.

The data must, however, be viewed with the understanding that the results’
apply to the NYC Youtn Tutoring Youth program and may have little bearinf
on other programs which emphasize different training and management
components. Strotbeck et.al., indicate themselves that {f the tutoring
environment were more highly structured and management support were more
consistant, lTow self-esteem students uoul& probably have a more positive t

experience. t

Full Tt Provided by ERIC.
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Self-concept has not been the only personal/social skill measured
in tutoring studies. Strodtbeck et.al. also found that attendance
increased when students were asked to tutor. This indicates both the
students' attitude toward the act of tutoring and their increased pro-
social behavior. Most authors would suggest that the increased atten-
dance was less a function of enjoying tutoring than it was the increased
feeling of responsibility tutors acquire as they develop a close helping
relationship with their tutee(s). 'The increase in average attendance is
an operational measure of the social maturity benefits of tutoring
suggested earlier by Coleman (1974) and Bruner (1972).

Moral Development of Tutors

One of the more recent emphases in tutcring research is the topic

of moral development. Paolitto (1976), a student of Kohiberg's, made
the most convincing case for tutoring as an enhancer of moral develob-
ment. Some reviewers would include the studies on moral development as
a subtopic under personal/social adjustment. The studies that have been
conducted on tutoring and moral development have been designed in unique
ways that set them apart from most other tutoring studies that have empha-
sized personal/social adjustment. First, most tutoring research that has
assessed socialization has viewed it as a by-product of the act of tutoring.
The moral development studies have been structured so that the central
purpose is to enhance moral development. Most of the moral development

| studies have included training components for tutors which emphasize topics
in decision making and Kohlberg's theoretical model (Kohlberg, 1969).
Few of the personal/social studies included any such components. Second,
the moral development studies have taken a much more cognitive (as opposed
to behavioral) approach in which the students' moral reasoning capabilities

have been targeted and messured.

o 3
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Sullivan (1975) investigated the effects of tutorinb on adolescents' |
moral and ego development. The author had adolescents participate in a }
. year long practicum expe;ience in which they were trained to tutor |
small groups of\younger children in moral development topics. At the
conclus{on of the practicum experience tutofs had - improved in both moral ;
and egg_developméﬁi;'“

Greenspan (1974) conducted one of the more carefully co‘ieptualiied
studies on moral development and tutoring. She outlined four areas of
emphasis and outcome that a tutoring program should include: 1) intellectual
development, 2) moral development, 3) identity formation, 4) interpersonal
development. In her research rationale Greenspan emphasized role-taking
as the tutoring activity which should theoretically have the most profound
effect on each of the four areas. Thus, the role of tutee again became
deemphasized and the program objectives focused more directly on tutors.
Greenspan found that tutors experienced significant growth in cognitive
understanding but did not evidence any change in ego development.

Atkins (1972) also found that tutors improved in their moral Judge-
ments but showed no growth in ego development. Both Greenspan and Atkins
investigated the effects of tutoring on adolescents, a period in life when
identity and personal adjustment are unstable (Erikson, 1965). Their results,
along with Sullivan's indicate that tutoring can have significant positive
effects on adolescent tutors' moral deveIOphent. Their failure to obtain
significant growth in ego development could be due to the short duration

of their studies.

Implications For Special Students

o

In preceding sections of this review it has been suggested that

tutoring can be expected to elicit improvements in three primary areas of

Full Tt Provided by ERIC.
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human development: 1) Academic Performance, 2) Personal/Social Adjustment,

and 3) Mora{ Development. In this section each purpose will be discussed

as it relates to the needs of special students. Included in the definition
of "special students” will be all handicapped and gifted students. it is
important to note that the research on tutoring with special students is
Timited to a few studies and articles. Most of these articles describe
tutoring programs rather than report experimental data on their effectiveness.
Paolitto (1976) called for an increased effort in researching the effects

of tutoring on special students.

Academic Performance of Special Students

Most handicapped students experience 2cademic difficulty. Those
students with serious language devélopment problems seem to.experience
the most difficulty. Walter (1978) describes a set of data that clearly
demonstrate hearing-impaired students' problems with language when compared
with nonﬁally-hearing peers. Learning disabled students by definition must
be performing significantly below grade level before receiving any special
services. Mentally handicapped students also have serious learning problems
when compared with hon—handicapped peers.

The academic performance gap between most handiczpped students and
thei~ non-handicapped peers is well documented. The implications for
tutor 'ng are not quite so apparent. Some leaders in special education
would discourage cross-age or peer tutoring because they believe the student
inay be short changed. A recent meeting of the executive committee of the
Alexander Graham 8ell Association for the Deaf passed a resolution that
hearing-impaired students should not be placed in the regular classroom
unless they can benefit from direct (teacher initiated) instruction (Nix,

Note 1). In other words, the Association is saying that the best and most

17




124

effective method of instruction is from a professional teacher and that
additidnal support service personnel (tutors, interpreters) detract from
or dilute this teacher directed instruction.

Few of the'critiggupfu§utoring for special students hav: considered

the potential benefits of tne special student taking the role of the tutor.
Most assﬁme that the handicapped studept will always be the tutee. Since ‘
the available data on tutoring with non-handicapped students indicates that }
tutors usually learn as much about the topic they are tutoring as do the :
tutees, careful consideration should pe given to training handicapped ;
students as tutors and then measuring the effects on their academic perfor- r
mance. Since many of the previously mentioned studies have used disadvantagd’ ‘
sthdents as tutors and tutees, there is every indication that handicapped r
students would benefit by deing cross-age or peer tutors. |
There is also some indication that tutoring would benefit gifted as

ugll 8s handicapped students. Hartley, in her meta-analysis study computed ,
predicted effect sizes for tutoring for both high 2~4 Tow ability students
in second, fifth and eleventh grades. The results showed that ﬁigh ability
students had ingﬁtIy larger effect sizes across all three grade levels.
This means that high ability or gifted students who" tutor or are tutored
~perform significantly better on the topic tutored than gifted children who

do not particpate. Several interpretations of these data are possible,

,ﬁirst. it may be that while tutoring is effective for low achievers, the
individualization makes it even more effective for gifted students. Second,
as with the Strodtbeck, et. al. data on self-concept, gifted students are
more comfortable, less threatened in the tutoring situation and therefore,

gain more from the experience.

5 18
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Personal/Social Adjustment of Special Studsnts

Special students often have increased problems in personal and social
adjustment. With hearing-impaired students there is a general consensus
that they have more difficulty with socializatinn than do their normally
hearing peers (Bishop, White, and Emeéton. Note 3; Emerton, Hu;g;p& and
Bishop, Note 4). ' ——

These social difficulties seem to have roots in cultural differences
as well as experiential deprivation caused by the sensory impairment. There §
is less agreement on the actual level of self-esteem held by hearing-impaired Y
students. 1In a recent review of the literature on self-concept and deafness,
Garrison and Tesch (1978) found that while most researchers had breviously
agreed that hearing-impaired students had Tower self-esteem than their
normally hearinc peers, the apparent cause of the discrepancies was the
fnability of hearing impaired students to understand the test items on the
self-concept instrument.

1f it 1s true that hearing-impaired students have self-cncepts that ?
are similar to those of thé'normally hearing population, there are still
strong implications for the design of tutoring programs. Since Strodt-
beck found that étudents with extremely low self-conce;ts should not be
assigned as tu'ors, previous data on hearing-impaired students would
suggest that ti :ir low self-esteem might prohibit them from benefitting

from the tutoring role. Garrison and Tesch's data, on the other hand,

;ndicates that hearing impaired students could be expected to benefit
(in ego development) from the tutoring role on about the same level as
normally hearing students. It is important to note at this point that
students with high, medium and low self-estee@ can be found at all

levels of aca&em1c performance. In other words, it has been demonstrated
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that self-esteem 1s not a function of academic performance (Quinn, 1975)-
Therefore. gifted students as well ag Tow achievers and handicapped
students should receive similar benefits in self-esteem from the tutor-

ing experience.

deal Development and Specfal Students

\ Few studies have investigated the moral development of special
stu?ents. DeCaro and Emerson (Note §) cdnducted a8 Study in which they
mea%ured the moral reasoning capabilities of young adult hearing-impaired

stud?nts. They used Kohlberg's conceptual framework and compared hearing

. impaired -tudents' stages of moral reasoningnhith the stages of the non-

handicapped population measured by Kohlberg (1969). Their results
indicated that hearing-impaired stﬁdents function on a Yower Tevel of
moral development than do normally hearing people. One criticism that
might be waged at the study 1s the possibility that the scores could be
depressed because of the heavy dependence on language in the administra-
tion of the moral dilemmas instrument. 1In this case, however, it would
appear that the investigators took adequate precautions to make certain
that hearing-impaired students understood the task items. They also
attempted to control for the possibility that the test examiner might
misinterpret the students' responses. Because of these controls, ft
must be assumed at this point that hearing-impaired students have more
difficulty with moral judgements than does the normally hearing popu-
Tation.

One of Paolitto's main points in her review of cross-age tutoring
is the potent{al benefits in moral development that can come from being
a tutor.' Schools have traditionally paid much more attention to how

students' academic performance might be improved than they have with how

20



students' social and moral development couid be enhanced. There are
few, however, that would argue that schoolg are solely for teaching
students how to read and write. Schools are where students learn to
behave in groups and organizations. Schoolg'are where students learn to
deal with ag;hority and personal responsibility. But most schools have
no formal/ébrriculum in social/moral reasoning; and perhaps they shouldn't,
PerhibS';ocialization and moral reasoning are best enhanced by struc-
turing the anironment so that students are given opportunities to
accept responsibility and make decisions that affect not only themselves
but other students as well, Several researchers both in sociology and
in education feel that one of those opportunities is tutoring (Coleman,
1974; Bruher. 1972; Atkins, 1972; éreenspan. 1974; Sullivan, 1975).

If being ; tutor is beneficial for the moral development of iadivi-
duals, itﬁ;hould be even more beneficial for populations which have
extra difficulty in moral reasoning. This statement must be tempered by
the fact that tutoring involves decision making and if some special
students -have poor decision making skills, the task of tutoring may add
too much stress for it to be beneficial. Just as low self-esteem stu-

dents often do not benefit from certain tutoring experiences, students

Tow in moral reasoning ma: also have problems as tutors.
Types of Tutoring

No review of tutoring would be complete without a discussion of the
major types of tutoring that are presently in use. In this section each
of the delivéry systems that are used in tutoring programs will be dis-
cussed with implications for special students. No attempt will be made

to describe all of the various tutoring programs that have been or are
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prasently in use. For a more complete description of these programs, see
Allen (1976) or Devin-Sheehan, Feldman and Allen (1976).
Adult-child Tutoring

‘One of the earliest forms of tutoring was designed around the
mentorstudent modei. This type of tuﬁoring was analogous to a teacher
(authority figure)qin a classroom with 6n1y one Student. In the eight-
eenth century most rich children had private tutors. J. M. R. Lenz in
1771 even wrote a play caileq The Thtor in which he stroﬁgly Cripicized
the institution of private tutors (Yuill, 1972). The present rationale
for using an adultchild delivery system is based on two points: 1)
tutors need less training and 2) tutors need less supervision. They
need less training because they aré carefully selected for specific
purposes. An adult might be selected to tutor physics or chemistry, who
has a college degree in one of those areas. Adults need less supervi-
sion than younger tutors because they supposedly are more capablé of
accepting responsibility and making decisions. These adults might be
community volunteers (senior citizens, parents), paid paraprofessiénals
(teaching assistants in post-secondafy settings or teacher aides 1#
elementary and secondary grades) or paid professionals (remedial reading
teachers, resource teachers, learning disabilities teazchers, teachers of
gifted students).

In a study assessing the éffects of parents tutoring their own low
achieving children, Osguthorpe (1976) found that students ﬁade significant
gains in reading skills. Perhaps more important were the findings regarding
the effects of tutoring on the parent-child relationship. The majority
(731) of parents felt that the eight week tutoring experience had actually

improved their relationskip with their child. Some parents saw the program
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as having no effect on their relationship {27%), while none of the parents
perceived that tutoring their own child put a strain on their relationship.

Gallagher (1960) reported success with an adult tutoring program for

"severely brain-injured students. Among his conclusions are that: 1) mentally

handicapped students showed significant improvement in intellectual deve-

Topment and verbal skills, 2) mentally handicapped students showed increasec

T ability to pay attention, 3) when tutoring ceased, Students' growth regressed

or remainég stagnant. Gallagher's results have strong 1mp11cat10ns for
the types of instructional methodology we use with mentally handicapped
students. F}om his data it would appear that even students with severe
mental deficiencies benefit more from tutoring than from more traditional
group instruction.

Severa: investigators have reported the use of adult tutors with
hearing-impaired students. Holcomb and Corbett (1977) suggest the use
of interpreters as tutors for younger deaf students. The rationale is
that the interpreter is in the classroom with the hearing-impaired
student and can become a dual-role support person. Some professional
educators of hearing-impaired students argue that such a systes can be
dangerous because the interpreter may be unskilled in the basic technigues
of tutoring (Larsen, Note 6).

Several authors have reconnw~ded the use of adult tutors with hearing-
impaired students for the enhancement of communications skills (B. E. S. E.,
1971; Bowman, 1973; Northcott, 1972). While there is documentation that
hearing-impaired students are being tutored by adult tutors, there is
1ittle research evidence to sugg.st the effects of these tutoring programs.

On a post-secondary level jones and Murphy (1972) suggest the use

of community adult tutors who are expert in a variety of needed college
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subjects. These tutors are paid professionals and are expected to possess
or develop the needed communications skills that will 3110w them to interact
effactively with hearing-impaired students.

Peer Tutoring

|

1

Peer tutoring is much more analogous to cross-age ¢ .toring than to
the adult-child delivery system. 1In a peer tutoring situation roles can
be switched. The tutor can become the tutee and the tutee the tutor.
Tutors are seen less as authority figure; than they are &8s friends. 1In
the adult-child system the young tutee can never comfortably trade roles
and tutor the adult. The adult always knows more (or is perceived as
knowing more) and so the tutee is forced to piay the more passive, non
decision-making role as the receiver of help and instruction. Peer
tutoring by its very nature is different. The tutor is viewed more as
&n equal, someone who may know more than the tutee about the tutored
topic but not about everything. Peer tutoring is the natural extension

. of the cross-age system. As people reach a certain level of physical
maturity, age is no longer equated with knowledge and the benefits of
the tutor being older than the tutee seem to disappear. It is clear,
however, from the theory of transactional analysis that people can play
the parent or child roie at almost any age. Peer tutoring to be most
effectivahassumes that the tutor and tutee establish an adult-adult
relationship. |
There are several accounts of peer tutcring used with special students.

Wagner (1972) trained mentally handicapped students as tutors for other
mentally handicapped students. Although the training required was extensive,

’

the effects were judged as being worth the effort. Both tutors and tutees
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demonstrated significant improvements from their participation in the
program. In another séries of articles a program is describéd which

was developed at the National Technical Institute for the Deaf, which
relies on normally-hearing peers‘is tutors and note-takers (Osguthorpe
;nd'uhitehead. 1979, Osguthorpe, Note 7; Hurwitz and Osguthorpe, Note 8;
Wilson, Note 9). This program trains normally-hearing college students

to tutor and take notes for hearing-jmpaired college students enrolled

in regular classrooms. The data collected on the program indicate that
tutors are viewed as having positive effects by both students and faculty.
There is some indication, however, that hearing-impaired students whc

are performihg well in the classroom are those most likely to avail
themselves of the tutoring service. Guidés for both tutor/notetakers

and program managers provide guidelines for implementing this peer program
(Osguthorpe, 1980; Osguthorpe, Wiison, Goldmann and Panara, 1980).

It is important to note at this point that peer tutoring with special
students can imply two different systems. In the N.T.l.D. system normally-
hearing students are the tutors. In the system described for mentally
handicapped students non-handicapped students were not involved. In each
case benefits derive to participants, but the benefits are different.
While the N.T.I.D. program encourages integrai ‘on (as do other programs,
Bitter, 1973), the program with the mentally h. idicapped allows the students
themselves to play the role of tutor rather than tutee only.

Cross-age Tutoring

Cross-age tutoring has advantages over both peer and adult-child
tutoring. First, 1t maximizes the benefits of age perceptions among children.
Because younger children admire and want to emulate older children, they

feel honored to be titored by older children. Second, it {ncreases the
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.might be acomplished by each delivery system. Integration wes included #$ ;

-

integrati~on of ages in the school. This can promote more behavior modeling,
not just from the tutee but from other‘students who observe the tutor. The
tutor’s behavior says to all younger students that they might also expect
to take the tutoring responsibiiity as the} get older.

There are two basic forms of cross-age tutoring: 1) matched students
and 2) sibling tutoring. Cicerelli (1972) found that students tutored
by older siblings performed better then did students who were simply placed
with 8 regular cross-age tutor. His data also indicated, however, that
only older sisters were superior to regular tutors. There was no difference
for older brothers when compared with regular tutors.

Unfortunately there has been little, if ary, systematic data gather:d
on cross-age tutoring systems with special students. In one isolated eese Ji
a non-handicapped sixth grade girl has tutored a mainytreamed first grade,
Down's Syndrome child. The tutor worked with the child on a daily basis
during the entire school year on reading skills., At the end of the school
year the child was reading on a 1.6 grade level (Monson, Note 7). While
there were no controls and, therefore rio way to determine the extent to
which the gains were due to tutoring, it is interesting that the child
made. so0 much progress and that the school system assigned a cross-age tutor

?

)

to a8 child with a severe mental handicap.
Discussion and Conclusions

Table 2 illustrates the types of tutoring discussed in the previous

section and depicts the relationship between type and the purposes that

3 purpose not because researchers have previously measured the effects of
tutoring on integration, but because it has been expressed as a purpose in

certain cases where tutoring programs have been implemented with handicapped
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students. The purpose of the table is to amplify the potential effects
that can be expected from the various forms of tutoring. The table is not
designed to condone one form of tutoring over another or to suggest that
only one form of tutoring is effective. Those who design tutoring programs
must make the value judgements that determine the primary and secondary

purposes of a given program.

Table 2

The primary potential effects of each major tutoring type
according to broad tutoring purposes.

“,

Types of Tutoring

Adult-Child Peer Cross-age

‘ Helo  NoH. Hil.  N.H. Hele  NoH.
| - Tutor Tutor Tutor Tutor Tutor Tutor
| Academic X X X X X X
| Performance
j Personal/Social " X (X) X (X)
| -
‘ Moral Development X X

Integration (X) (X) X (x) X

Hel. = Hearing-impaired
N.H. = Normally hearing

It can be seen in Table 2 that the adult tutor should be expected

to fill only the purpose of academic improvement. There may be in-

stances when'a normally hearing adult tutor could be safd to enhance

integration, but not in the truest sense of the word. Because the
hearing-impaired student cannot reverse tutoring roles with the adult

©
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tutor, it 13 unlikely that personal/social or moral development wil® be !
affected. Supporters of the adult-child method of tutoring might ayree r
that because the adult possesses a higher level of content expertise, the
tutee will learn more from the adult than from a cross-age or peer tutor.
Hartley (1977), however, found that cross-age tutoring produced greater ]
academic growth (effect size = .793) than either peer (effect size = .522)
or adult (effect size » ,537). These figures were obtained across all ;

- ag;, of tutees in elementary and secondary schools.

It is important to note that these data did not include post secondary y

<

students, nor severely handicapped students. A case could still be made
for us1hg skilled adult tutors with young hesring-impaired children whose !
communications skills preclude them from meaningful interaction with normallyi
hearing children. Cider hearing-impaired chi.dren might, however, still be
.an effective alternative. |

~ser and cross-age tutor1ng fulfill a broader range of purposes than
does the adulit-child system. Table 2 1indicates that both systems could
'~éf75f | be designed to meet three'tutor1ng purposes. In each case it is assumed

that the hearing-impaired tutor might be asked to tutor both normally hearing

and hearing-impaired students. Only then would the hearing-impaired tutor |

-~ .

be able to increase integration. The normally hearii g tutor would also

be likely to affect personal/social growth less than ‘.hen the hearing-1mpaired
student assumed the role of tutor. The normally hearing tutor could bé 3
social role model but could not provide the'tutek with the responsibility

and decision-making. characteristics that come through playing the role

of tutor.

While peer and cross-age tutoring appear to have several advantages

over the adult-child system, there are some disadvantages that must be cons!d :
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First, the adult-child system requires much less traini& and supervision, é
In situations where the prime goal of a program is to efigct academic growth
and where complex content knowledge is required, adult tuxors could be the
best option. Second, there is a selection advantage to adu@t tutors in
many settings. Since adults are hired, they can be carefulfx\seIected and
matched with the most appropriate student. Peer and cross-agéﬁtutors are
more difficult to select, especially if parents prefer that théir hearing-
impatred child not spend time tutoring anothar who seems to need {ngtr:ction
less than thé hearing-impaired child. ' \\\
There are several broad conclusions that can be drawn from the existing
research on tutoring. | .
1. Tutoring is one of the most effective methods of instruction
| available. As an educational technique it is more effective ~
than large group instruction, computer assisted instruction,
- programed texts or individualized learning packets. If'allows
students to move through a given topic of instruction at their
own pace with highly adaptable strategy, sequence and content
tailored to their unique needs as a learner. No other form
of mechanized or printed instruction offers a fraction of the
flexibility of a human tutor.
2. Hhen‘jtudents act as tators, there is strong indication th t
they can improve in their own self-esteem, if they enter the
tutoring situation with ample ego strength or have highly ade-
quate training and supervision.
3. When students act as tutors they can improve their socfal
behaviors and adjustment. If they have had attendance problems,
their attendance should increase. If they have had behavioral

(attention) problems, their ability to attend should increase.
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4. When students acf as tutors and the prbgram focuses on moral ,
development, tutors can enhance theif own ability to solve
moral {ssues. Their decjsion-making-ski\!s should increase ‘
and allow them to reach higher stages of moral reasoning. '

Drawing upon these conclusions and the previous research cited, the

— o —— - ——

following implications arise for special students and hearing-impairéd
students in particular:

1. Special students stand tolgain most from tutoring. They not

s — -

only have problems in academic:performancg. but often evidence

difficulty in the areas of personal/social adjustment and mora!

development.

2. Of all special students, hearing-impaired students have unique
tharacteristics which should allow theﬁ to benefit most from
tutoring and being tutored. Since tutoring is in essence a communic
cations exercise, hearing-impaired students should be able to H
enhance their own level of receptive and expressive communica-
tions skills by engaging in;the roles of tutor and tutee.

3. Providing special students opportunities to tu;or~6ther students ﬁ

should help students to increase their own sense of indepen-

dence. As special students go hrough school programs they are

typically the recipienis of extr: services rather than the

providers of service themselves. Tutoring offers a unique situa-
tion for the hearing-impaired student to become a support service

provider to peers or younger students.

Recommendat ions
If hearing-impaired students are to receive the benefits from tutoring

that have:been demonstrated with the general population, efforts must be
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greatly increased to design tutoring programs and research studies with
hearing-impaired students. At present no systematic data has been gathered
on a cross-age system with hearing-impaired students. Such systems could

be designed in both self-contained programs; as well as mainstreamed settings.
Data need to be collected on the precise effects of hearing-impaired students
tutoring each other and hearing-impaired sfudents tutoring normally hearing
students. ’

As studies are designed to.assess the effects of cross-age and peer
tutoring with hearing—impaired'students. the following considerations should
be kept in mind:

1. A comparison group of students who do not receive the treatment
should be selected before the project is begun. One of the most
common flaws in tutoring reséarch has been the lack of any control
groups. This ushally leaves researchers with pre-post gain scores
as their sole criterion to determine effects. These gain scores'
are not adequate for drawing any experimental conclusions, unless
similar scores were obtained from a group of studen‘s who did not
receive the tutoring.

-y 2, Written tests should be used only when appropriate. Since ﬁedring-
impaired students often misinterpret test items, alternate methods
of measurememt (structured interviews, observation) should be

| employed.
3. Studies should be designed to answer multiple questions. If
o a program ﬁas multiple purposes, measurement techniques should
be developed that will assess each of those purposes. Many
research studies in the past have failed to find many of the
effects of their programs because they failed to measure anything

but academic growth.
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